One of the complexities of multicultural teaching is that course content inevitably relates to personal experiences of privilege and oppression among both students and professors. Even when professors have benefitted from their own multicultural training, teaching about race and racism presents particular challenges to different professors based upon their own social locations. In this article, we answer the following question: What personal and professional challenges can White professors expect when they work as social justice educators? The authors present relevant considerations and illustrate them with examples from their own teaching experiences.
(1994) wrote of the resulting "cultural taxation" (p. 26) that can be imposed upon faculty of color who, along with all their other responsibilities as members of the professoriate, are frequently called upon to be the in-house, onthe-spot diversity experts and multicultural educators when the need arises. When White professors are absent from such initiatives, they not only contribute to the creation of this bind for faculty of color (Segura, 2003) , they also deprive students of what could be a valuable aspect of their social justice education. Tatum (1994) pointed out that students of color and White students benefit from having empowered people of color teach them about racism; however, she also elaborated on the unique contributions that White allies have to add to students' learning experiences:
White professors teaching about racism who see themselves as allies may be able to share examples from their own lives and in this way might be role models for their White students . . . students of color also need to know that Whites can be allies. For some students of color, the idea that there are White people who have moved beyond guilt to a position of claiming responsibility for the dismantling of institutional racism is a novel one. They too find hope in the possibility. (Tatum, 1994, p. 473) As White professors take more active roles in offering race-related social justice and/or multicultural training, what challenges can they expect to encounter? First, it should be noted that competent multicultural training and supervision entails specialized preparation, as has been usefully addressed in the multicultural counseling literature (e.g., Ancis & Ladany, 2001; Fouad & Arredondo, 2007; Pope-Davis, Coleman, Liu, & Toporek, 2003) . Against the backdrop of this essential scholarship, we hope to address some of the more specific, processrelated issues that White professors in particular may encounter.
Importantly, we do not imply that these issues are more difficult or distressing than the experiences that professors of color have reported in the teaching of race-related content. In fact, we would contend that the opposite is true, as the interpersonal challenges are very different. For instance, when lectures concern race-related content, faculty of color can encounter reactions that range from polite indifference to open hostility from students (Chesler & Young, 2007; Samuel & Wane, 2005; Turner, 2002) , leaving faculty of color feeling exhausted by their classroom encounters (Grahame, 2004) . Professors of color must also contend with the reflections of such attitudes in students' course evaluations, which can then lead to biased assessments of faculty of color (Samuel & Wane, 2005) . Taken together, these experiences, which are themselves expressions of racial oppression, are challenges of a completely different order from the barriers that may hinder White professors from taking on race-related teaching assignments.
We have not, therefore, chosen the emphasis for this article because we believe that it represents the most difficult scenario faced by professors in the multicultural classroom. Rather, we have chosen it because it is infrequently explored, and because we hope that the struggles and rewards that we have experienced will ultimately encourage other White professors to examine and challenge their own hesitations in teaching race-and racism-related coursework. Etherington (2001) wrote of the personal and professional value of reflectively analyzing one's own experiences: "our work as counselors and researchers can only be enhanced by self-scrutiny and personal development" (p. 119). Following her lead, we hope to contribute to the efforts of White allies both inside and outside the classroom, and to support potential antiracist allies who aim to become involved in such work (Smith & Redington, 2010) . We begin this article by presenting the backdrop for our discussion, a brief profile of the themes included in counseling psychology's ongoing exploration of race and Whiteness as well as implications for training and practice. Because little specific attention to White psychology professors exists, we will also include some of the limited commentary that has been published outside the field regarding this topic. After setting the stage, we will go on to share the personal challenges and classroom dynamics that have characterized our own work in this area. Finally, we will summarize the issues involved in White professors' preparation for race-related teaching.
Counseling Psychology, Whiteness, and the Teaching of Race-Related Coursework
As counseling psychologists contemplate the challenges of competent multicultural teaching and training, they have the opportunity to draw upon their specialty's decades of attention to social justice, race, and racism (e.g., Ponterotto, Casas, Suzuki & Alexander, 2001; Toporek, Gerstein, Fouad, Roysircar-Sodowsky, & Israel, 2005) . Counseling psychology's social justice, race, and racism research has included racial identity theory (e.g., Carter, 1995; Cross, 1995) , White racial identity (Helms, 1990 (Helms, , 1992 , the development of multicultural counseling competence (e.g., D 'Andrea & Daniels, 2001; Sue & Sue, 2016) , color-blind racism (Neville, Lilly, Duran, Lee, & Browne, 2000) , the psychosocial costs of racism to Whites (Spanierman & Heppner, 2004; Spanierman, Poteat, Beer, & Armstrong, 2006) , and White privilege itself (Neville, Worthington, & Spanierman, 2001) . In attending to issues related to White privilege and the deleterious effects of racial injustice, counseling psychologists have distinguished themselves as social justice educators and advocates at individual, institutional, and community levels (Goodman et al., 2004; Ivey & Collins, 2003; Vera & Speight, 2003; Watts, 2004) . Correspondingly, the facilitation of antiracist identity development as well as professional alliances against racism, are fundamental aspirations of many counseling psychology training programs (Pieterse, Evans, RisnerButner, Collins, & Mason, 2009; Ponterotto, 1998) .
As White people themselves, White counseling psychology professors are responsible for attending to their own multicultural competence; in fact, this learning never ends but should be considered "a lifelong process of discovery" (Helms, 1992, p. 87) . In this effort, some White professors will be poised to respond to Tatum's (1994) call for White faculty allies in the teaching of racism-related coursework, however, the literature has relatively little to say about professors' own challenges in this endeavor. Along these lines, Johnston (2011) (Johnston, 2011, para. 7) As White professors confront this challenge, suggested Johnston, they enter a stage of antiracist development for which they will likely have received little (if any) guidance: the construction of a personal identity as a White antiracist who can proactively engage with issues of race across multiple settings (Johnston, 2011 ).
Johnston's feelings of discomfort are consistent with the findings of Sue, Torino, Capodilupo, Rivera, and Lin (2009) , who conducted a qualitative study of White professors' perceptions of race-related dialogues in their classrooms. Participants in the study described the uncertainty, guilt, and defensiveness that they felt, as well as their difficulty in envisioning how they, as White people, could ally themselves with the prosocial movement of other people, specifically people in marginalized racial groups:
Primarily the students of color were raising this . . . and I was keenly aware that I was a White professor trying to deal with this set of issues, and… [long pause] and these students were sort of making strong identity claims, to identify themselves with populations that they felt were not getting an equal opportunity. (p. 1103) Not only are many professors poorly prepared for such moments in the classroom, those who are new to academia and/or are facing tenure review may feel especially unmoored by them. The most common fears expressed by Sue et al.'s (2009) White professorial interviewees were that they were being perceived as incompetent and were on the verge of losing control of the classroom-complicated territory for new professionals who may understandably be concerned about the role that student evaluations will play in upcoming opportunities for promotion. As mentioned, such institutional challenges are familiar to many faculty of color; for instance, in an analogous study of professors of color (Sue, Rivera, Watkins, Kim, Kim, & Williams, 2011) , Sue et al. found that concerns about negative evaluations also hindered professors' willingness to facilitate difficult dialogues about race.
Having observed in himself many of the obstacles described by Sue et al.'s (2009 ) participants, Brookfield (2007 created a list of his own mistakes as a White professor teaching about race. He noted three kinds of overarching behaviors that constitute general stumbling blocks for White teachers: (a) preaching or vigorously proclaiming one's superior knowledge and thereby posing as 'the good White person', (b) disdaining or disparaging other Whites who are not as enlightened as oneself, and (c) withholding or silencing oneself in multiracial settings to let others speak, thus affirming the assumption that one's White voice will necessarily be the most powerful. Some of the more specific mistakes that he observed included asking students of color to share the perspective of their racial group, presenting oneself as completely free of racism, and holding back from challenging students of color.
Reflections and Synthesis: Our Challenges and Obstacles
As White professors teaching in counseling programs, one of us is completing a fifth year of college teaching; the others have taught at the university level for one or more decades. Regardless of the length of our teaching experience, we still feel challenged to improve upon what we do in the classroom. Nowhere is our sense of challenge heightened more than when we are teaching courses that address social justice and/or multicultural content. The courses that we offer have titles similar to those in many other programs: Foundations of Multicultural Counseling, Racism in Psychology and Education, Advanced Multicultural Counseling, Racial-Cultural Counseling Lab, and The Psychology of Social Identities. In these courses, issues of race, racism, and White privilege receive sustained attention. We consider these to be among the most meaningful, exciting, anxiety-provoking, and rewarding courses that we teach; our colleagues could probably attest to the fact that these are also the courses that we mull over and tinker with the most. The challenges that we encounter come in many varieties. In what follows, we describe three interrelated issues we have termed multicultural impostor syndrome, multicultural perfectionism, and multicultural projections.
Multicultural Impostor Syndrome
As professors teaching racism-related coursework, we are positioned (both physically and symbolically) at the front of the classroom as dispensers of knowledge. At the same time, we also realize that we are inevitably still engaged in our own antiracist development and are consequently very much learners ourselves-and always will be. We have observed that this juxtaposition of realities can lead to anxiety, self-doubt, and a sense of oneself as an impostor, bringing up questions such as: Who am I to be teaching this class? Certainly, professors of any course seek to acquire as much knowledge of their content as possible, and the discovery that they lack mastery of a particular element is never a welcome one. When the course is race-or racismrelated, however, this discomfort is compounded in that the content is intimately connected to the lives of everyone in the room, and to the personhood of the instructors themselves. The failing, therefore, can feel personal as well as professional.
Not only is race-related content entwined with the life experiences of everyone in the multicultural classroom, but the connection is one in which, historically, White people are very much on the wrong side. From a critical historical perspective, White people catalyzed the creation of race as a social identity, promulgating racist ideology as a way of legitimizing the kidnapping of African people and the enslavement of generations of their descendants (e.g., Zinn, 2001 ). The post-Civil Rights era has seen major strides toward racial equality, yet the persistence of racist attitudes within mainstream White worldviews has been documented by psychologists and other social scientists (Bonilla-Silva, 2003; Dovidio & Gaertner, 2000) . Missteps in the multicultural classroom, therefore, not only feel like personal failings, they also feel like the mistakes that a White professor would be expected to make from the outset. The feeling of inevitability that surrounds this can be paralyzing, even when we understand on an intellectual level that all individuals have biases to work through on a continuing basis.
Both White students and students of color may be surprised to see a White professor teaching about racism, further contributing to the development of White professors' paralysis. We have had experiences of students confronting us directly with these reactions: "You're White!" exclaimed a student of color in one of our classrooms. "I'm worried that I can't learn anything from you." These reactions must be processed openly; in this case, the professor initiated a discussion and deconstruction of students' expectations, exploring questions such as: "What are the underpinnings of our assumption that White people have little or no relationship to race and racism?" and "What is the meaning of White individuals' typical lack of racial awareness, given that racialized identities derived from, and served, Whites' sociohistorical purposes?" The professor openly acknowledged that White teachers can never duplicate the perspective that a professor of color may bring to a course on race, yet they can provide students with another kind of educational experience about racism.
Often, underlying White professors' impostor syndrome is the fear that we are not as far along in our understanding of our Whiteness and racism as we think we are or should be, and that this deficit will be exposed if we dare to speak about race in the company of others. In such moments, we remind ourselves of the encouragement that we often offer to students and colleagues-that uncovering and working with biases and stereotypes will indeed reveal areas for growth in everyone, including ourselves. In fact, the only way to avoid contact with our own growing edges is to confine ourselves to the safety of silence on the topic of racism, and this silence about racism and other forms of oppression is precisely what supports the perpetuation of the status quo (Prilleltensky, 1989) . Such an acknowledgment does not, of course, excuse a lack of appropriate, continuing multicultural training and competence in White professors. Just as is the case with every other supervisory and training area, multicultural teachers and trainers are responsible for preparing themselves to provide competent instruction. At the same time, like many multicultural trainers, we teach that learning to undo racism (like undoing any of the forms of oppression that we internalize) is an ongoing process.
Multicultural Perfectionism
A related point of tension arises from the perfectionistic ruminations that sometimes hinder our professional multicultural endeavors. We find that, although we also tend toward perfectionism in other areas of our professional functioning as well, we seem to experience an especially high degree of it in our multicultural courses, finding ourselves deeply reflective about each class meeting and wondering what we could have done to make it better. One of the factors in our heightened perfectionism is the degree of student emotionality and vulnerability that can characterize these classroom encounters (O'Brien, 2006) . It is clear that the stakes are high, and our responsibility to respond effectively and competently facilitate students' movement on their own social justice journeys, is one that we take to heart. In particular, depending on what courses students take and who their instructors are, White students may encounter few other occasions when they are genuinely pushed to examine their own racism; thus, our intention to help students explore their privilege is strong.
We detect that there are other dynamics present as well, such as the aforementioned desire to show our students (and ourselves) that we are not colorblind, "we're-all-just-human-beings" White people. This motivation leads to a number of pitfalls and obstacles. First and most obviously, the showcasing of our own multicultural awareness is (at best) irrelevant to the goals of our endeavor. This pitfall corresponds well to Brookfield's (2007) "preaching" mistake, whereby White professors "find themselves zealously sharing their knowledge" about race and racism (p. 2). Second, as mentioned previously, the fact is that all of us are "works in progress," and the best way to optimize everyone's progress is to accept, rather than obscure, our stance as learners. Third, even as we make progress in our own individual antiracist development, we will remain beneficiaries of a system of White privilege. Our perfectionism may be an expression of the wish that we could somehow completely separate ourselves from our participation in this system of privilege-but that is not possible.
Accepting these truths and coming to terms with ourselves as imperfect works in progress invites the opportunity to model for students, especially the White students, the unpacking of our own assumptions and behaviors as we examine them for underpinnings of racism and White privilege. Our intellectual appreciation of these unpackings does not, however, eliminate the anxiety that can accompany them. Although it might seem counterintuitive, one of the ways that we manage anxiety around exposing our racism is to do so with awareness-to consciously use our own evolving experiences of self-discovery as learning opportunities for the class. Such exercises involve talking with students about situations where we noticed ourselves making assumptions based on race (or where others noticed it), or where we failed to notice our White privilege until sometime after the fact. Speaking openly about these experiences and what we learned from them not only helps to free us from the anxiety-provoking and unrealistic need to appear perfect, it also contributes to the creation of a class environment where students feel invited to talk about their own internalized racism. Furthermore, by naming and accepting the inherent anxiety that is often a part of this process, we give our students permission to do the same as they lean into the discomfort of their growing edges.
Multicultural Projections
Other challenges are embodied in the reactions of our students to us and to the course material. For example, we have each encountered White students who resist the notion that they derive any benefit at all from White privilege. The expression of such resistance or hesitation is an understandable and legitimate part of many students' learning process. As members of a culture that does not often speak openly or comfortably about race, not everyone initially will be open to discussions of racism and White privilege (and some may never be). Dunn, for example, wrote of her student's declaration that Barack Obama's re-election proved that racism does not exist-a statement made at the end of the semester, after extended classroom discussions of structural racism (Dunn, Dotson, Ford, & Roberts, 2014) . She wondered, "Will I ever be able to do 'enough' to 'undo' such deeply-seated preconceptions and (mis) understandings of race and privilege?" (p. 94). On the other hand, we have also observed that many of the students who initially show great reluctance in acknowledging White privilege will later make great strides in exploring a new perspective. Even with these points in mind, we sometimes find ourselves feeling frustrated, angry, and/or hopeless with regard to students who are hostile to the material.
Among the detrimental concomitants of this frustration can be the development of a self-righteous attitude. Along these lines, we sometimes have detected in ourselves a feeling that Brookfield (2007) described as another common pitfall of White professors: disdain for resistant students, their low level of racial self-awareness, and the consciously or unconsciously racist manner in which they convey and justify their positions. People involved in social justice work are not expected, of course, to feel anything positive about the racism that they encounter in individuals who are hostile to antiracist work. Nevertheless, teaching and training are special varieties of antiracist work, and as teachers and trainers, we must accept that our students will come to us at all levels of racial self-awareness.
The best instructors cannot afford to get caught up in their reactiveness to the offensive attitudes that some students bring. Our reactions, after all, merely serve to distract us from our roles as educators and guides. Moreover, we suspect that the strong reactions that we sometimes experience during discussions with resistant students represent a projection of our anxieties about our own antiracist development (Sue, 2013) . These students mirror back to us a part of ourselves with which we are uncomfortable: the reality that we are products of White racial socialization, too; that someone had to teach us, too; that we still benefit from White privilege; and that we still have work to do. Accepting trainees at their current stage of development means preparing ourselves to deal with resistance as a step within a learning process-and accepting that the racism we see in our White trainees has continuing corollaries within us.
By way of example, one of us taught a class that included a small group of White women in their mid-to late-20s. These students consistently sat together, talked to each other during class, wrote notes to each other, and communicated both verbally and nonverbally that they did not believe that racism still exists nor that they themselves had ever been the recipients of White privilege. As the semester progressed, the professor reflected upon how much thought and energy had been dedicated to this group of students: sometimes the students were experienced as frustrating and exhausting, other times as intimidating:
I recognized that the heightened attention I gave them might come at the expense of other students who were really engaging with the material, and/or those students who experience racism. In other words, I began to wonder if perhaps I was privileging these already privileged students in ways that I might not want to. I thought about how all the worrying that I did about these students might not even improve their chances of changing. Does my increased attention help them lower their resistance to the material? How much was I shortchanging the other students in class?
About three-quarters of the way through the semester, one of these students wrote about her experiences in her journal for the class. She wrote of how she had just begun to move from disparaging the course with her classmates to seeing that she was, in fact, resisting the course material, and that she now wanted to approach it with a different attitude. Meanwhile, the professor had the opportunity to relearn a lesson that the rest of us continually relearn as well: even when they cannot initially tolerate us or the material, the most resistant students often surprise us with their growth.
Areas for Aspiration
Having noted a few of the blind spots and stumbling blocks that may be present for White professors in the multicultural classroom, we now move to an overview of some of the elements that can help White professors prepare themselves for this work.
Keep Learning About Your Whiteness
Although perhaps somewhat obvious, this statement bears repeating: in contrast to mastering subject matter that is external to oneself, professors teaching about racism must ground their pedagogy in an ongoing process of personal exploration. For White professors, this means committing to an ever deepening understanding of how our racial identity and racial privilege informs our own perceptions of self, of racial "others," of the world, and of the work of counseling psychologists (Helms, 1990 (Helms, , 1995 McIntosh, 1988; Sue, 2003; Tatum, 1992) . It requires us to analyze how Whiteness pervades both conscious and unconscious value systems, attitudes, beliefs and behaviors, as well as understand how it manifests itself within the helping professions and the academic environments in which training occurs (Sue, 2010) . As White professors, we will be unable to cultivate students' racial awareness in these and other areas in the absence of our own ongoing process of individual and cultural liberation and transformation (D'Andrea, 2005) .
Model Your Learning Stance in the Classroom
As White professors, we can provide a powerful invitation to learning via the adoption of a transparent classroom stance and a nondefensive tone that builds from honest self-reflection and multicultural training (Pasque, Chesler, Charbeneau, & Carlson, 2013) . Through self-disclosure, we have the opportunity to model the process that our students will hopefully initiate or continue, depending on where they are on their own multicultural journeys. In this effort, we attempt to infuse our teaching with snapshots from our own development. These snapshots and stories might include the struggles and blind spots that we remember and still encounter, influential teachers and role models and the ways in which they guided us, difficult dialogues and personal missteps, and "lightbulb" moments when new understandings were suddenly illuminated-and, of course, what we learned from all of these. We are open about the fact that this learning is ongoing, and that, just as we hope that our experiences can be helpful for students, the experience of working with them will be helpful for our continued growth.
The mere fact that a White professor is at the front of the room speaking about his or her continuing antiracist development can provide a powerful modeling experience for some students (O'Brien, 2001 ). Many White students will have never questioned the immediate defensive reaction of White individuals to the mention of Whiteness and racism. This phenomenon is tied to cultural silence regarding structural racism in favor of the construction of racism as "individual acts of meanness," as McIntosh termed it (1988, p. 18) . If racism is stripped from its cultural context and cast solely as particular individuals' odious shortcomings, then individual students' fear of engaging in its exploration becomes more comprehensible. The notion that racism is a system of privilege from which White people can never completely step outside, but to which they can stand in opposition, can in and of itself provoke the beginnings of a cognitive shift for some students. White professors who are willing and able to be transparent about their own antiracist learning can embody this counterintuitive stance for their students.
Develop and Model an Antiracist Identity
In discussing her approach to teaching race-related coursework, Tatum noted:
I try to provide written materials about White people who have been engaged in examining their own White identity and who have made a commitment to antiracist activity in their own lives. However, this information is not easily located. One of the consequences of racism in our society is that those who oppose it are often marginalized. (1994, p. 472) Tatum refers here to the indispensible value of providing trainees with examples of White racial awareness that transcend mere cognition: White antiracist activist role models. O'Brien (2001) defined antiracists as persons who have committed themselves, in thought, action, and practice, to dismantling racism . . . . Rather than trying to minimize the significance of racism in the United States, for themselves and others, antiracists make it a point to notice and address racism. (p. 4)
The emphasis within both Tatum's and O'Brien's descriptions is on activity and visibility. These authors also noted that racism operates such that the existence of White antiracists and the history of the White abolitionist movement are largely invisible. Working to step into this cultural gap-to become visible and proactive as a White antiracist-represents an aspirational horizon for White professors and multicultural trainers that lies beyond becoming aware of one's privilege. In a study of 18 self-identified antiracist activists, an antiracist stance was characterized by the combination of awareness with active organizing and other visible work aimed at eradicating racism (Smith & Redington, 2010) . These efforts included organizing and networking, taking on leadership roles, working on policy-related initiatives, engaging actively with antiracist organizations, and communicating consciously and purposefully about racism in daily life.
Although the impact of White multicultural trainers has been infrequently studied, recent dissertation research indicates that White professors who demonstrate a visible, proactive embodiment of their racial awareness provide a powerful learning experience for White students. The White students in a racism-related class studied by Torino (2010) reported that their White professor "helped [them] both in and out of class and has been a good White role model, because this stuff is hard" (p. 97). Students linked their progress to the opportunity to talk with the professor about the challenges and fears that they experienced, and at the end of the semester, reported being more inclined to speak out against racism and to fight for social justice because of the course. Torino linked these changes to Sue's (2003) contention that it is essential for Whites to seek out similar others for guidance and support as they work towards developing nonracist White identities.
Anticipate Obstacles, Identify Supports
In addition to the personal challenges they confront when teaching about race, White professors may face obstacles in the forms of their White colleagues and administrators, in that explicit antiracist pedagogy will serve to challenge these individuals, too (Chesler, Lewis, & Crowfoot, 2005 ). White antiracists have described the annoyance, eye-rolling, and outright condemnation that they have experienced in their interactions with friends, family, and coworkers (Smith & Redington, 2010) ; faculty members are likely to confront some of the same kinds of reactions within their programs and institutions. In addition, White professors will face the healthy skepticism of colleagues, administrators, and students of color, many of whom will have encountered countless well-intentioned White multicultural experts who speak the language of tolerance and celebrate diversity, yet demonstrate little awareness of the prevalence and impact of racism or their own privilege.
In adopting a social role for which there is little overt cultural support, antiracist activists have spoken of the importance of networking with other allies (Smith & Redington, 2010) , which is invaluable for professors as well (Wagner, 2005) . White allies can find opportunities for support and continuing professional development from organizations such as the Highlander Center in New Market, Tennessee (highlandercenter.org), Training for Change in Philadelphia (trainingforchange.org), and the People's Institute for Survival and Beyond (pisab.org). In addition, many civic and religious organizations sponsor social justice and antiracist alliances; examples include meetings of antiracist allies within the Unitarian (http://www.uua.org/racialjustice), Quaker (http://www.quaker.org/atlanta/corevalues.htm; http://www. quakersintheworld.org/quakers-in-action/161/-Anti-Racism), and Jewish faiths (http://jewishsocialjustice.org/).
Choosing Not to Be One of the Silent Good People
Many of us will have heard the saying "The only thing necessary for the triumph of evil is for the good people to do nothing." Along these lines, if White professors find themselves wondering whether they are the appropriate faculty to take on the challenges of teaching about racism, they might ask themselves "Why not me?" "What is the underlying meaning of my choosing to opt out?" We do not imply that the decision to become a multicultural educator is one to be made casually; on the contrary, significant personal and professional preparation is required. Nevertheless, the choice to leave the silence of the sidelines will allow White professors an avenue by which to further their own multicultural development, model an antiracist stance for their students, and join the broader social movement to challenge racism.
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